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Preface

Though English is a young subject, less than one
hundred years old, its teachers have froin the beginning been leaders
in the reform of school programs. The emergence of the subject
during the 1880s and 1890s was itself part of one battle between the
“ancient” and the “modern™ subjects for control of the college pre-
paratory eurrieulum, With the position of the moderns secure by the
turn of the century, English took the lead in throwing off these
preparatory school funetions and establishing a new pattern of com-
mon school education. This was part of the first wave of the progres-
sive movement in education. and.though teachers of English re-
mained suspicious of the movement in its institutional form, they
remained true to its spirit and moved in the same directions. As a
result, the 1920s and 1930s can be seen as a grand experiment in
implementing progressive education in the English classroom, an
experiment that overreached itself during the 1940s and early 1950s,
losing sight of its own original principles. This in turn provoked a
reaction. short but intense, which brought the profession together in
support of “academic”™ goals during the 1960s: teachets from elemen-
tary school thraugh college recognized a unity of purpose that had
sometimes been- forgotten. This academic resurgence, though it
began in a rejection of progressivism, in the end led to the reestab-
tishment of the authentic parts of the progressive vision, allowing
teachers in the [970s to begin again, with new insight and new
eourage. the difficult task of fundamental educational reform.

The factors which have led to these changes in the teaching of
English are complex. Shifts in school populations. educational phi-
losophy, psvchology. and the scholarly disciplines from which Eng-
lish as a secondary school subject derives have all had a more or less
direet influence upon instructional patterns. How these interact with
one another, with goals for English teaching, and with classroom
practive are major concerns in a history such as this. Qur knowledge
of the history of the teaching of English is not yet definitive, but we
know enough to trace the broad movements in the theory and prac-
tice of the teaching of English from its origin to the present day.

‘The universe of concern in such a study is large. almost limitless.
It moves outward on the one hand through general trends in educa-
tional thought to patterns of social and moral philosophy, and on the
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other through the disciplines of English to patterns of scholarship
and definitions of knowledge. And it moves inward toward the
specific changes in classroom practice in the schools and classrooms
of the nation. The approach taken here is a compromise between
these competing demands. We will sketch enough of the general
trends to understand the forces to which English was responding,
and enough of the classroom practice to give a sense of what was
happening in the schools; bt the emphasis remains on trends and
movements in the teaching of linglish as a whole, broad strokes
rather than fine details. The universe has been simplified. too. by
feeussing on the aspect of the teaching of Fnglish that has, since the
beginning, taken up the largest proportion of the teacher's time,
energy, and enthusiasm, the teaching of literature. This focus on
literature rather than on Fonglish instruction will cause little distor-
tion in this history: the goals and emphases have moved in parallel
for the major components of the course. Where there have been
important developments which do not impinge upon literature di
rectly. I have tried to point to them at least in passing.

The general pattern of the discussion is chronological. though
more 1 a sense of “epochs” and " movements™ than a year-by-year
recital of events. This introduces another kind of distortion at some
peints in the narrative. with movements parallel in time but distant
in motivation discussed at some distance from one another: this is
especially true of transitional periods when one era is coming to an
end and another beginning. Again, [ have tried to indicate parallel
developments at least in passing. pointing the reader forward or
back to tuller discussions; but the real solution to this problem is to
emphasize that the separate chapters are not meant to be a chronicle,
and provide one only when the book is taken as a whole, For those
who want it, Appendix [ offers a brief chronology.

For the teacher of English. a book such as this is both an end and
a beginning: it gives a sense of where his profession has been in the
past, and a sense of the issues and the forces which will shape it in
the future. In offering this history in the form I have chosen, looking
at the past on its own terms rather than using it to provide *per-
spective” on contemporary issues, 1 am inviting others to use the
matvrial provided here for their own ends: preliminary versions of
the manuscript have already been used as evidence of “'elear trends™”
with which I do not agree, One point in particular that has arisen
several tiines has been an analogy between developments in Engilish
and a pendulum swing hetween student and subject. affective re-
sponse and cognitive discipline. In spite of its apparent applicability,
I think this is a misleading metaphor: Tor all of its apparent motion,
the pendulum never moves lorward, never changes. never offers us
something new. The teaching of English, on the contrary, has had a
rapid and healthy evolution. [ think it is better today than it has ever
been in the past: it is certainly different.
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Such disagreements are themselves healthy, and if this book can
serve to generate inany more of them it will have served one useful
purpose. Still, 1 have cotne away from my study of the past with a
number of quite spueific lessons which I think it has taught me.
These arise from the fabrie of the history, rather than from its
argunient: they are certainly not theses defended in the course of the
narrative. Yet b think they are important and have drawn them
together in the last chapter, '

There has been very little systematie exploration of the history of
the teaching of English, though there are a fow very uscful begin-
nings. Much of the material is velatively inaccessible, in doctoral
dissertations and out-of-print veports: this has meant. inevitably,
that vach discussion has had to begin without any assumptions of
prior knowledge. 1 hope this hook will change that, reducing the need
lor each writer tn recapitulate the universe. Fhere is much to learn: [
offer the book confident that it is accurate in its general tenor and
cmphasis, and cqually sure that it must be wrong in some of its
detail.

Many people have courageously worked their way through early-
drafts of this manuscript, pointing me in new directions and correct-
ing my errors, Farly in the project, 1 asked a group of prominent
members of the National Council of Teachers of English to list for me
titles which they felt had “significantly influenced’ the teaching of
literature in American secondary schools, 1t was a deliberately am-
biguous and ditfieult brief, but they responded generously and in
detail, Their suggestions ranged across all fields, from literary criti-
cism to educational philosophy. psychology. ind sociology. All the
references were eventually followed up, and some led me in new and
unexpected direetions, For these lists, then, special thanks to G.
Robert Carlsen, Alfred . Grommeon, W, Wilbur Fatfield, Lou L.
taBrant, Albert H. Marckwardt, Joseph Mersand, and James R
Squire,

The manuscript itself has been read in whole or in part by many
people. A few of these bave influenced it deeply., forcing me to redraft
and rovise again and again, For asking the difficult questions, then,
thanks to James R. Squive, Lou L. LaBrant, Roger K. Applebee,
amd Marein Lynn Applebee. The last of these has had the dubious
pleasure of reading eaeh of (he drafts in all of its versions.

My final debt of gratitude is to Robert L. Church. 1lis comments,
offerad as an historian rather than a teacher of English, were the
most fundamental of all, He taught ine to ask a different set of
questions than 1 had asked before, gave enough encouragement to
keep me going, and enough criticism to force me to begin again, and
vel again, :

London. Fngland ANA,
Febraary 1973
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Above all things, let the Seriptures be the chief and st frequently used
reading boule, both primary and high schools aid the very young should be
Rept in the gospels. Is it not proper aind right that every hnuman being, by the
time ke has reached his tenth year, showdd be famniliar with the holy gospels,
in which the very core and marrow of his tife is beund?

—Martin Luther!

To define a uniformily and purity of language in America—to destroy the
provincial prejudices that oviginale in the rifling differences of dinlect, and
produce  reciprocal ridicule—tlo  promole the interest of literature and
harpiony of the United Stales—is the most ardent wish of the author.
—Noah Webster, in the Preface to
his Blue-Backed Speller (1783)2

... familiarity with Greek and Ronan wrilers is especially adapted to form
the taste, and 1o discipline the mind, both it thoughtt and diction, o relish of
what is elevated, chaste, and simple.

—The Yale Report of 18284

i is not what a boy learns ot school thal makes thie man, bid how he learns
il. ... If the acquisitivn of knowledge were the chief object in education,
cory useful as en acquaintance with the dead lenguages is, indispensable in
fact to the man of lellers, one might with propriely doubt the expedieney of
spending so large a portion of youth and carly manhoud in the study. Bul the
earnes!, laborious studen! of language develops a power witich no other
{raining counld possibly give him, and in comparvison with which ali his
acquisitions of mere knowledge sink inlo wtier insignificanuce.
-Francis Gardner, Heaumaster of
Boston Latin School, 18671

Laltin has come lu be laught confessedly as a gvmnastic . ., and Latin sets the
pattern for English,
—Bamuel Thurber, Master at Girls®
Higly Schaol, Boston, 1902
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Chapter I

Early Traditions

Though English did not emergy as a majer s-haol
subject until the 1890s, the instructional tradirions whichi have
shaped it are much older. At least three traditions were already fully
intertwined in the English curriculum of 189): an «tkical trdition
which placed its emphasis on moral and cuitural ¢rvelopieni, a
classical tradition of intellectual discipline ang close 1extual study,
and a nonacademic tradition more concerned With “enjoyment” ind
“appreciation.” The interactions of thase various tradjtions in Lhe
varly history of the teaching of English reptesent less a by ttle be.
tween conflicting points of view than a web of accepted axsugrptioss.
all the more pervasive and far-reaching because they wett never
made explicit. To untangle some of this web, we will be:site with the
othical tradition, and the earliest form of systematic instiaction in
the vernacuiar—the teaching of reading,

The Ethical Tradition in Elementary Instruction

The roots of elementarv reading instruction as it develoged in the
American colonies go back at least to the Council of Namz {813},
which firmly linked religious instruction with the Leachiwy of reni-
ing. After some seven hundred years, this tradition was 2arried oyvr
into the teaching of English through the tramslation of the Latin
*Book of Hours™ as the Prymer of Salisbury Use lca. 148C). Thoygh
the primer and the ABC were initially separate, they were ¢nmbined
toward the end of the sixteenth century o lower printinz costu.

v ;
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Through this praetice the beginning reading hook aequired both a
title, “primer,” and a heritage of ethical concern.”

The typical early primer included an alphabet and syllabarium, a
ereed, a eateehism, and & eollection of prayers and devotional exer-
ctses. Though these materials were originally included simply be-
Catise they were cousidered important for the child to know, during
the Beformation they became caught up in the struggles between
conthicting faiths. As catechisms proliferated, primers multiplied
Lhage.

The New Englund Primer

In the New World the tradition of instruction through sectarian
primers continued unabated. Though at first, relving on British im-
poris. the Awerican énlonists soon began o issue their vivn editions,
culminating in The New England Frime- isstnd by Benjomin
Harvis, a Bostou printer, sometime betweco 1686 and 1690, Harris
had previously published a similar book in Londen. vunder the title
The Pratestant Tutor for Youth (1679). For the New Fangland ver.
sion he reduced the size of the book and gave it o vew title, but the
parts remained those with which the colnnists were famikar: each
hegin with the fetters of the alphabet, followed by a syllabariurt, the
Lord’s Prayer. at least one entechism, and various other rliprions
and instraetional pieces, often heavy with moral lessans. One of the
maost famous is the ehild's prayer heginning, **Now } fay mo down te
sleep,™ which appeared for the first time 9 a 1737 version of Lhe
Primer: its author is unknown.’

Little else in the Primer was as literary as this little verse. For the
maost part the seleetions were didaetie, choseo Jor the virtue of theis
dogima rather than for their suitability for chitdren learning to read.
The book had one major advantage over its predecessors. however;
as a result of the Westininster Assembly {16 13- 49, there was for thes
first time o single generally aceepted catechisn. {neorporating this
catechism in & fomiliar inswruetional format, and with a titie pitched
toward the colonists” regional pride, The Now England Primer was
an immediate success. For over a hundred vears it wae withovt
serions challenge os the instrument of beginning reading instruction
in Ameriea, and for another hindred vears it was frequently ro-
printed.

The Prirter srose out of a particular tradition of instruction Lo
lulfill the particular needs af the Awerican colonists. By ats very
suecess. it generated ehallengers and imatators, and though the first
of these soon fell away, other forees eventually reshaped the Aner-
iran landseape, demanding new materigls for use in the sehools,
Though the Primer itself attempted to refloet changing national
eoneerns in its suecessive editions, the basie character of the work

ERIC
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was inalterable. The young United States, on the other hand, was
taced sith prohlems other than those which had dominated its colo-
mid dlavs. Chiel atnong these woere problems of unity: how to provide
the disparate colonial states with a common tradition of culture and
goveznment, a common spirit of responsible republican citizenship, a
camuran language that would transeend the regional dialects. Reli-
ok dopma, which had deterinined the history of the primers and
given them their internal structure, was no longer of prime impor-
tance,

Wedhster's Grammatical fnsiitute

The heliet in the power of the primers to achieve aims far heyond
the limited goal of loarning to read, however, continued., Noah Web-
ster clearty had faith in it when as a teacher in Orange County, New
York, he compiled a spelling book designed explicitly to foster the
unity and common culture which he sensed thae the nation lacked,
Publisped in 1783 as The First Purt of u Grammatical Institute of the
Knelish Lunguage. his Blue-Bached Speller also filled a need for an
American source of books at a time when the usual supplies from
Britain wore upset by the war.” A true.descendent of the earlior
tests, Web: ter's Spelfer combined under one cover alphabet, primer,
speller, and reader, using materials which wore unabashedly adult
and didaetic. Thus a section entitled **Precepts concerning the Socia)
Rolations™ olfered advice to voung women:

He cautious inlistening to the addresses of men. 1s the suitor addieted
to low vices? is he profane? is he a gamblor? a tippler? a spendthrift? a
iarier of tnverns” sind, above ati, is he o seoffor at rel igion? - Banish
i aman from thy presenee, his heart is false, and his hand would lead
Hde te wrctchedness and vuin.

Still it was not the lessons but the spelling lists which were the most
important part of the book. Wehster set out consciausly to reform
and sineplify the ervatic American spelling system of his day. and to
impos: an order on the chaos that had previously been the rute. With
his spelier and. later, The American Dictionary (1828), he to a large
extent sueceeded. Like the Primer hefore it, Webster's Spefler be-
ame a nearly universal medium for instruetion: it was still in use in
some anas of the cauntry as late as 1000,

The third part of Webster's Grammatical Institute is also impor-
tant for our puarpases, for An American Selection of Lessons in
Heading end Speaking (1795) was much closer in format to a school
reader in the mudern sense, In this volume, Webster continued the
secularization of sehoal materials: rather than the Cathelicism or
Prote-tantism ot early books, selections were chosen for patriotic
“ontent, ethical emphasis, and usefulness in the development of the
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speaking voice. (Oratory and clocution had become important con-
corns Lo a nation newly constituted as a republic and destined to be
governed, or so it seemed, by the constant disputations of its Con-
grross.) ‘Though Webster no longer defined appropriate selections in
the rigid terms of the early primers. one of the major functions of
«hool materials. as he wrote in his introduction, remained to “'im-
press interesting truths upon youthful minds.”"! Webster's Amer-
jean Selection, together with the grammar that formed the second
part of the (Grammatical Institute, never attained the overwhelming
popularity of the Blue-Backed Spefler; nonetheless it dominated
instraction for nearly fifty years. and set a pattern which most of its
immediate successors followed.

A number of collections similar to Webster's were quite popular at
a regional level. Mogt noted were thase by Lindley Murray and Caleb
Bingham in the 1790s, and John Pierpont a few decades later. In
their editing and choice of selections, these books reflected a Protes-
tant ethic of thrift, honesty, ownership of property, love of country
and of God. and dedication to work. Though increasingly secular in
content. they continued in their own way the colonial tradition of
moral education as a primary function of reading instruction. The
Speetator papers and other works of the Augustans dominated dur-
ing the early part of the century. being in turn supplanted by the
works of the then-contemporary Romantic writers during the 1820s.
still, it was not until the 1830s that secular began to consistently
outnumber biblical selections in school readers.*

The texts which followed Wehster gave increasing attention to the
literary yuality of the selections. Lindley Murray's three books
(1799-1801) were devoted half to poetry, while Pierpont’s series
{1820-30) included, for the first time. excerpts from Shakespeare.
~onetheless there was a strong counter-movement toward “eontent”
readers in which reading exercises were subordinated to the study of
other subjects. The century produced, among others. The Christian
Roader (made up entirely of tracts and hymns) and The Furmer's
Sehool-Book. with offerings on " Making and Preserving Cheese,”
“Raising Calves,” and “The Nature of Manure.” The excesses of
these readers helped literature to emerge in the 1880s as the accepted
vehicle for reading instruction. but only after a long and often
vituperative professional debate.'!

Meliuffev's Readers

Rut before literature emerged as a school subject in its own right,
there was one more giant in the teaching of reading. This was a
six-book series by William Holmes McGuffey. the first volumes of
which appeared in 1836: as with the two earlier texts, their use was
yvirtaally universai for the next fifty years.
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The content ol this series was again decidedly moral, though not
overtly religious, advocating a stern Protestant ethie through care-
{ully chosen selections from a wide variety of American and Euro-
pean authors. Patriotistn was fostered and American productions
wiven a solid pkice, but the readers were not as narrowly nationalistic
as Webster's had been. The books were graded by level of difficulty,
with seleetions ol real literary value predominating in the fifth and
sixth readers, though all of the lessons remained short—usually a
page or two at most. And finally, the teaching materials surrounding
the seleetions placed strong emphasis on the mechanics of reading
aloud. presenting such topics as “Articulation,” “*Intlection,” *Ac-
cent,” “Emphasis,” “Modulation,” and *Poetic Pause. "'

These three early educational giants— The New England Primer,
Webster's (framomatical Inseitute, and the McGuffey readers—did
mare than just embody the changing interests and pedagogy of the
nation they served. They also provided a comman background of
culture and allusion, a common heritage for a nation too young to
have any other. The Primer spread & common catechism, Webster's
Institute advanced a common system of spelling and promoted a
chauvinistic nationalism, McGuffey's readers created a literary heri-
tage, even if one based on fragments and precis. This sense of an
othical and cultural heritage has certainly remained as one of the
major goals of the teaching of literature, though later generations of
teachers would come Lo question the kind of heritage a collection of
excerpts could offer.

The {lassical Model in School and College

Fven as the ethical tradition was developing as part of reading
instruction. other pedagogical models were emerging in the secon-
dary schools and colleges, Most of these models developed from an
analogy between the study of English and the study of the classical
languages, an analogy conditioned and reinforced by the prevailing
doctrines of "mental discipline’” and “faculty psychology.” Through-
out the period under discussion—roughly from 1750 to 1865 --the
fate of English studies in the high schools is similar to that in the
colleges. Sometimes one exerts the leading influence, sometimes the
other. but the difference between the (wo is never great.

Tlugh the roots of English studies can be traced back at least to
the Latin catalogs of John Leland and Bishop John Bale in the
1540%, it is not ill the end of the nineteenth century that there was
anything even approximating what we now roughly subsume under
the heading “the study of Fnglish.”': The pedagogical theory of
mental discipline was at the root of the long delay: it held that the
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purpuse of education was to exercise and train the mental faculties,
in particular the faculties of “memory™ and “reason.” " The valie of
amy given subjeet was direethy proportional to the degroe of internal
structure which the subjeet exhibited, the apparatus of rules and
“knowledge™ which @ student could be reqaired to master. The
complex voarabulary and rules of syntax of the classical languages
had otfered an obvious and fertile field for such training. Other
subjects could compete [or attention only as they demonstrated that
they, too, had a substance that would insure the same discipline of
the mind that the classical languages provided. Thus the problem
which Hnglish, and in particular English literature, had to surmount
was that, as far as the classicist could see, it was tao easv—it had no
substinee, no organized body of knowledge, no rules, no theory. in
~hort nothing to promote the rigorans mental training. the disci-
pline, that was the justification of an education. Only by being
gralted onto ather disciplines with more evident justifications did
litevature tind 2 place at all in the early curriculum, for it was only in
surh o torm that it seemed to offer more than the “mere chatter
aboul Shellex™ of which so many complained,

Frglish Grammar

Grammar was the tirst formal study of English to become a

“widesproad part of the currieulum, and it did so by taking up the

methods and approsches which had dominated in the teaching of the
classieal lanpuages. Grammar was an espeeially powerful model
hecause of the various traditions in its own history —once “#inglish
grammar’ had become respectable, a variety of speculative, histor.
ical. rhetorical, and textual studies that were loosely related to it
were similarly legitimized: some. like rhetoric, were so revitalived
that they beeame permanently separated from their parent subject.'

Grammatical swadies in the classical languages had traditionally
emphasized two elements; the learning of rules. and their “use™ or
practical application. An extensive methodology had grown up
arand both aspects, and this was transferred more or less intact to
studies of Fnglish grammar. ™ " Parsing ™ and analysis of sentences.
dingramming, the learning of paradigms. and the correction of
“errors” in usage all entered the carriculum through this tradition,
together with the rote memworization of definitions and rules for the
various grammatical categories. Such studies elaimed Lo be teaching
the practical nse of language. as well as to offer formal discipline in
the best classieal tradition,

The Presvrptive Tradition

The shift of grammatical studies from the classics to English
involved o shift from a method of teuching a foreign language to one
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of correcting W native one. During the eighteenth ventury this was
aceentuated by an attempt to regularize the English language on the
madel of Latin and Greek, leading, ainong other resalts, Lo Bishop
William Warbarton’s editions of Shakespeare and Richard Bentley's
of Milton. Bentley's comments on the last lines of Paradise Lost are
well known, but they are worth quoting again as an illustration of
Lthe kind of eriticism that was developing, as well as of the breadth of
interest of the studies that were then subsumed under the heading of
“grammar.” Bentley's demands for “proper” usage and his ulti-
mately specious wdherence to logical canons are typical of the ap-
proach when it was codificd, though his works were repudiz ted hy
many who shared his general point of view. Ie concludes his **New
Fdition™ of Puradise Lost (1732) with a lengthy note.

And how can the Expression be justifivd, weith wand'ring Steps and
slow? Why wand'ring? Erratic Steps? Very improper: when in the Line
hefore, they were guided by Providence < And why Sk when even
For e profess’d her Readiness and Aluerity forthe Journey . . .. And why
tiwir solitary way? Al Waords to represent a sorrowful Parting? When
even their former Walks in Paradise were as solitury as their Way now:
there bwing no Body besides ‘Thew "Twao, both here and thoere. Shall |
therelore, after so many prior Presumptions. presume at last to offer a
Distich, as vlose us may be o the Author's Words, and entirely agree-
iable to his Scheme?

THEN hane in hand with SOCIAL steps their wiLy

Through FDEN ook, WITH HEAVNLY COMFORT

CHEEER D).

When Hugh Blair and his colleagues separated rhetorical from grams-

- matical studies later in the century, they approached literature in a

sinmadar way.

The preseriptive tradition of langaage instruction became domi-
mant between 1750 and 1800, finding its way into the schools where it
has flourished ever since. Noah Webster included a school grammar
in this tradition as the second part of his Grammatical Institute
(F7%4) and Caleh Bingham prepared a similar volume as part of his
own series {1799). " Though both enjoved a moderate initial success.
they were soon supplanted by Murrav's Grammar, published in
England in 1795 and soon in use in America. This text was more
systematic inits approach than the others had heen, and virtually
dominated the fickd for the next several decades. By 1850 it had gone
through some two hundred editions.©” Lindley Murray has been
dubbed “the father of English grammar™ as a result of this text,
thowgh he is a tather figure whom many gencrations of schoolehil-
dren, and not o few of their teachers, would have been happy to do
without,

With a ready supply of texts, an inherited methodology, and a
recognizable justification in the theory of mental discipline, English

O
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prommar was oftered in most American schools by 1810, This was
acitly recognized by the College of Now Jersey {which later hecame
Princeton University), when it asked its 1819 candidates for admis-
sion to be “well aequainted”™ with English grammar: it was the first
time that competence in any aspeet of the vernaeular had been
reguived for entrance to any college in America. By 1860 most
colleges had introdueed similar requireinents.

i torie and Oratury

Groammar, however. was considered more or less a school subject,

-q prevequisite for the higher studies of the college but not, usaally. a

study which would be eontinued there, The growth of Fnglish stud-
i a1 a more advaneed level owes its first impetus to a group of
Seattish edueators who diverced the studies of rhetoric and oratory
[rom their early roots in grammar during roughly the same period
that grammar was itsell becoming an important school subject. The
group ineluded, among others. Adam Smith, David Hume, Lord
Kames. ind Hugh Blair: they argued in the decades after 1740 that
the arts of publie reading and speaking deserved an important place
in Uhe echucation of clergy and laity alike.

Logic, under which the rules of grammar, rhetoric, and Teom-
position”™ had often been subsumed, was the immedinte parent,
l'dinburgh the birthplace. Here from 1730 on, Professor John
Stevenson devoted the first hour of his two-hour-a-day logic class to

" rhetorie, illustrating the classical rules of composition with extracts

O
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[rom Drvden, Addison, Pope, and other English and French writers,
liore in 1748 Adam Smith began a series of public lectures on
rhetorie and belles lettres, the first time that literary eriticism had
heen dealt with in a separate course af lectures,”* When Smith left for
the University of Glasgow in 1751, to become like Stevensun a
protessor of fogic, the series continued under Robert Watson— who
in turn left to take up a chair of logic, rhetorie, and metaphysies at
St. Andrews in 1756, 1n 1759 Smith’s mantle descended to Hugh
Blair, an Kdinburgh clergynan and literary figure well known in his
day hoth for his published sermons and his championship of the
spurious poemns of Ossian. Under Blair, the lectures were for the first
time given within the university, rather than as part of an extra-
mural series: Blair himself became Regius Professor of Rhetoric and
Belles Lettres in 1762.

Rlair apparently borrowed Adam Smith's lecture notes, and cer-
tainly there was little difference in the approaches of this early series
of teachers. Whereas the grammarians were concerned with syntax
and motphology. the rhetoricians placed their emphasis on “expres-
sion.”” both written and eral (the latter eventually evolving inte the
separate studies of oratory}. Dietion, style, figrurative language, the
“flawers” of rhetoric — these were the concerns to which they turned
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their attention and whieh, until a new movement in the 1880s and
18905 hegan to argue that practice was more important than theory,
constituted the teaching of composition in Ameriecan secondary
schools and colleges. Like the grammarians who were their profes-
sional colleagrues, the rhetoricians were preseriptive, filling their
texts with rules to be followed. and with examples of errors of
expression as well as of the suecesses of the best writers. The main
point of referenece was the Latin and Greek tradition. now translated
into Fnglish. Blair made extensive nse of elassical illustrations in his
leetures. discussing Virgil, Cieero, Aristophanes, Tasso. and many
others. At the same time, however —aud this is the significant de-
parture which Blair shared with John Stevenson and Adam Smith—
he wanted to argue that the prineciples which they followed are
universal and could be applied to English and French authors as
well. Favorite examples ineluded Addison, Pope, Swift. Dryden,
Milton, and Shakespeare, though the latter violated many of the
rhetorieal “'laws.” (Blair explained Shakespeare's transgressions as
“blemishes™ due to"the grossness of the age in which he lived. ) It
is interesting to note that, while the “greats™ of English literature
were acknowledged, many f the most thorouyzhly discussed authors
were contemporaries or near-contemporaries of the rhetoricians.
Pope and Swift were still living when Professor Stevenson began his
fectures in 1730: the Tatler (1709-11) and Spectator (1711-12) papers
were just twenty years old. All were at a peak of popularity.

Blair published his notes as Lectures on Rhetoric and Belles
Lettres in 1783 and reured from active lecturing the following vear.
The hook quickly became a popular text in America as well as
England. Yaic adopted it in 1785, Harvard in 1788, Dartmouth as
late as 1822: during the nineteenth century it also found its way into
many sceondary school classrooms.??

Though the Seottish rhetoricians made a elean theoretical separa-
tion of grammar and rhetorie, in practice both approaches were
simultancously applied to literature, Throughout the nineteenth cen-
tury, “rhetorie,” “analysis,” and “eriticisin” usually indicated mueh
the same course of study. in which a literary text would be critically
exatined Lo insure that it conformed with the preseriptive rules of
grammar and rhetorie, all in the ultimate service of the student's
own speaking and writing skills, .

The rhetorical approach of Blair and his colleagues did not require
any literature to be read at all, but by the 1840s some schools were
supplementing the rhetorie handbooks with individual works for
parsing and analysis. This was an important shift, vet it was a
change only in the material and not in the method of instruction. The
texts were few in numnber till the end of the century, and approached
with the same exhaustive line-by-line analysis that the handbooks
had illustrated. Purudise Laxt found its way into the curriculum bv
this route in the first half of the nineteenth century. and it is not
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aecidental that it is also the most Latinate of our English classies, It
was otten juined by Pope's Essav on Man, another favorite illustra-
tion in the books of the rhetoricians.” ‘These works provided an
eseellent exereise ground for the griunmars and rhetories of the time,
and though they must be seen as the forerunners of the school
cditivns of English authors that would dominate instruetion at the
end of the eentury, it is elear that any interest in literature that
might vmerge from such studies would arise in spite of rather than
throuwgh the approach that was taken,

These studies were the first of the English studies (o win ac-
ceptance at the college lovel. though they were generally thought of
ax o rither minor aspeet of preparation for the clergy. It was under
their umibrella thut America got ity first professor of English, in the
person ol & clergyman, Ebenezer Kinnersley, Kinnersley was the
weeond head of the " #nglish School” of an academy in Philadelphia,
and was appointed professor of the English tongue and oratory when
the academy became a eollege in 1755, (Still later, it became the
University of Pennsylvania.) Kinnersley was also a scientist of some
note and 4 frivnd of Benjamin Franklin: his sueeessor in 1773 was &
lawyver by trade, Other universities slowly followed the same pattern;
Harvard, for example, established its Boyiston Professorship of
Rhetorie and Oratory in 1806, with John Quiney Adams as the first
ineumbent 11806-094, During the tenure of Edward Tyrrel Channing
{1519:51}, the work at Harvard was expanded to include individual
texts for parsing and analvsis. bat. as in the high schools of the
period, the literature was still well subordinated to the rhetorieal
stidies. ” Though Amherst experimented with a eourse in English
wnd American Literature in 1827 and Dartmouth mentioned English
lterature in 1822, belfore 1860 English studies in most eolleges
consisted of rhetoric and oratory, and nothing more. !

Literary HHstory

I3y the late 1840s. riding a erest of interest in historical and
biographical studies, literary history had also emerged as an impor-
tant aspect of Fnglish studies. This took as its model the studies of
ancient eivilization, which were a well-established part aof the classi-
cal curriculum. Though both the classical course and its English
translation began with broad and humanistie goals. an emphasis on
role mwovization md on names, dates, and places, dominated
virtually all applications.

I'he first textbook in this tradition to be widely used in America
was Fhomas Budge Shaw's Outlines of Engiish Literature, puby
lished in England in 1848 and reprinted in America the following
vear. The book was a simple narrative and included no selections
[rom the authors at all, but it was very popular and went through
many editions before the end of the century. ™ Charles D, Cleveland,
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A Philadelpbia schoolmaster, also published a history of English
literature in 1849 and followed it up with a history of American
literntnre ten vears later. hese were very suceesstul. Boston English
High School, having been content with Blair's Rhetorie for twenty
yuears, introidluced Cleveland in 1852, substituting Shaw six vears
later.

The entry for cack athor in Cleveland's series was rather similar
to an encyelopedia listing —all the dates, the books, the immediate
and historwal reavtions, Though gunerous excerpts were also pro-
vided, the ' Questions for E.amination' which conclude his volumes
reflect the real emiphasis, Of Lady Russell they ask. **Whose wife?
- - - What does Burnett say of her letters?” Of Robert Dodsley,
“What was his first publication?” Of Milton, "What is his firag
poetical work, and what its- subjeet? What the second” Third?
Fourth? Fifth? Sixth? Seventh? Eighth? Ninth? Tenth? .. . What
does brvdges say of Johnson's Life of Milton?™"" To our cves sueh
books are unattractive and even unpedagogical, but they take their
shape from 1he emp hasis on tormal diseipline already noted. If the
value of & subject Hes in its structure and in the demands that it puts
upntt memory, then pedagogically the soundest approdch is the
compendium (whether of grammar, rhetoric, or history) which pre-
sents thit structure and that material in the most elaborate detail.

Histories such as Cleveland's and Shaw's hecame very popular
during the 1850s and 1840s. and with their introduction schools for
the first time hegan to elaim to be teaching “literature” rather than
rhetorie, oratory, or reading. ™ Still, though literary historv was a
popular subject. the curriculum was very unstable; schools changoed
from one texibook to another, and then changed back again— pre-
sumably hecause none of the texts were really satisfactory. By 1870
the emphasis on information in literary studies wag well established,
with examination questions like those Cleveland had proposed facing
students throughoat the country.'” Such studies of facts about liter-
ature remain an clement in high school instruction to the present
day. though their justification has changed from mental diseipline to
knowledge of our literary horitage,

The Nonacademic Tradition

While an ethicat tradition was emerging in elementary schootl
reading materials, and a classical one in seeondary schools and
volleges, a more amorphous but equally important nohacademice
tradition of English for “appreciation™ was developing outside of the
traditional curviculum. This made no attempt to justify Eaglish as
an ircademic study, championing it instead on other, and at t he time
lesw arguable, grounds,
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The Extracurriculum

One area in which the appreciative tradition flourished was the
extracurriculum of the nincteenth century colleges, in particular in
the students’ literary and dehating socicties. The dehates and
journals of these clubs dealt with the political and philosophical
sssues of the time—issues more or less ruled out of the classical
curriculum of the colleges. In their societies, students could debate
the topics they wished, and could and did invie controversial
figures to address them. Thus Ralph Waldo Emersou. whose Divin-
ity School Address {1838) had come too close to pantheism for
conservative faculties to accept. was able to speak three times at
Williams. though the college had banned him from the campus, He
always appeared under the auspices of a student group, in an
off-campus building.™ The many literary magazines founded and
supported by the societies during this period provided a similar
forum for students to debate contemporary issues. as well as to
polish their skills in English composition; their college courses were
more likely to concentrate on improving their Latin and Greek.

Through their libraries, the societies also offered the literary fare
which the colleges themselves ignored. Throughout the country,
these libraries were the only place for the student to read con-
temporary fiction, poetry, biography. or drama: on most campuses
the libraries of the literary societies surpassed those of the colleges
themselves in both quality and number of volumes. (It would not
be until the end of the century that the great research collections in
the modern languages would be established.)™ All of the evidence
available suggests that these activities were greeted enthusiastic-
ally by the students of the time, forming an important part of their
collegiate experience, if not of their formal curriculum. As one
measure of their concern, we can tally the response of Harvard
students to an edition of Shakespeare offered for sale in 1807; of 175
students, 99 suhscribed.™

It is important to note here that these activities were usually
quite happily sanctioned by the colleges. What the colleges ob-
jected to was giving English literature a place as a subject to be
tenght rather than something to be read and enjoyed on one's own.
Most expected that students would read widely in contemporary
literature, both in secondary school and college.'' But as will
become apparent in the next chapter, this extracurriculum of the
students' creation became after 1870 a major part of the curriculuin
itself.

The Finishing School

In the early nineteenth century, students in preparatory schools
and colleges could expect exposure to English literature only
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throwgh the extracurriculum. In the fivishing schools. however.
which sought to offer a “practical” course for the student who
would uoy go on to college. Fnglish stadies and the other modern
subjects had a somewhat better time. Benjamin Franklin, for
example, in his plans for a Philadelphia academy {(ca.1750), had
seen a practicat value in English literatare as a model for writing,
as a subject for declamation and oral reading, and as a moral
exemplum’ Though Franklin's program was never implemented, ** it
was only a few years later that his friend Ebenezer Kinnersley
hecame America's first professor of any aspect of English, when a
simitar Philadelphia academy berame a college,

In the veurs that followed, the various English studies worked
their way first into the ' English”™ course that arose in opposition to
the Latin or elassical program of studies. Blair's Rhetorie, for
example, was included in the first course of study (1821} at Boston
English High School; it was never used at Boston lLatin Schoot at
all.** In the eollege preparatory cuniculum, as in the colleges
themselves, the literary interests of the student were left to the
extracurriculuin, where debating clubs and literary societies grew
up on the college model.

(iirls’ schools during this period wdéve almost all finishing schools,
and Fnglish studies did find an early place in some of them: the
belles lettres were considered an appropriate subject for polite
conversation, if nothing else. Thus it was not entirely accidental that
many early English textbooks were for " Young Ladies,” or prepared
by schoolmasters in girls' finishing schools.** Lacking a rigorous
academic cachet, these “‘appreciative’ studies of English carried a
certain stigma, an air of being a second-best choice for those who it
was presumed could not handle the rigors of classical studies. When
Oxtord, tor example, finally allowed English into its examinations in
1873, it was only for the pass degree; honors students did their work
in Latin. And as late as 1889, the U.S. Commissioner of Education in
his annual report was tallying students taking English in business
schools and in schootls for the blind, deaf, and feebleminded. but not
in public or private secondary schools. *

Reprise: 1865

BBy 1865, schools and colleges recognized a variety of loosely
related minor studies of the vernacular—rhetoric, oratory. spelling,
grammar, literary history, and reading all had their places, often
conflicting with one another for attention.'” Though many of these
studies made use of literary selections, literary study in its own right
had yet to find a place or a justification. Rhetorical and grammatical
studies often included literary texts, but instruction was designed
and carried out in the service of composition. not literature. Literary
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history, though the schools called it the teaching of literature, was
hiographical in emphasis and often involved no literature at all, Only
the nonacademie tradition stressed the reading of literature for its
own sake--and this tradition had found no place in the classical
curricnbum of the colleges or preparatory schools.

The» is another way of viewing the situation. however. which
highlights the pntential strength of the embryonic subject: this is to
recognize that by 1865, English studies had become a part of all
three major traditions. Though in each case the study of English was
subordinate to other goals, there was for the first time the possibility
that all of these traditions might be united within the teaching of a
single subjeet. And this is in fact what happened in the following
decades: English studies increasingly found ways to claim the
intellectual strength of the classical tradition, the moral strength of
the othical tradition, and the utilitarian strength of the nonacademic
tradition. It was a fruitful alliance. though sometimes a confusing
one, and led in the end to a subject whose content and goals had no
real counterpart in any of the traditions from which it arose,
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CHAPTER I NOTES

1. Quoted by Nila B. Smilh, American Reading lusiructizn (Ng):
York: Silver, Burdett and Co., 1934, p. 11. '

2. Smith, American Reading Instriction, p. 38,

3. Quoted by Theodore R. Sizer, Svcondur + Schools at the Tu=n of the
Coentury (New Haven: Yale University Press, ;964), p. 2.

4. In Awmericen Jowrual of Educution 19 (1:70): 431, Quoted in He:Lert
Galen Lull, Inherited Tendeneies of Secondar. Instruction i the o}
States, University of California Publications n Fd-reation. vol. 5. ne .
tApril 15, 1913); 199,

5. Samuel Thurber, "“Fhe English Studies ™ Fnglish Leaflet 11 (e
eember 1. 1902). Quoted by John Muth Bernd, 4 pproaches to the Feuchivg
of Literature in Secondary School, 1900-1936 (1dissertation, U niversity o
Wiseonsin, 1957 University Mierofilms No. 24,214).

6. The name eame about because the exereises begin ar “prise™ ae
sunrise, the first hour of the day. On the early history, see Ruifeipii 12
Reeder, The Historical Decetopent of School Readers and of Moaods in
Teacitiag Reuding (New York: Maemillan Co . 1900 Smith, 4oterign
Regding fastruction; and Clifton Johnson, Old Tinte Schoovls ane' Schoo
Books (New York: Dover Publications, 1963),

7. Textual variants of the Primer are disiussed at length in Pyal
Lewester Vord, The New England Primer (New York: Teachers L'olleps,
Columbia University, 1962). Ford also reprints +he 1727 edition.

8. The catechism promulgated by the Asseiatily hed both o “Poangee”
and a "Shorter” version. In America it was further abridged snd sarphifiad
hy Juhn Cotton as “'Spiritual Milk for Americar; Babes,”

%, Webster's Speffer had many titles in Liter years, inelueing THe
Awmerican Spelliug-Bovk and The Flementary Spviling Book. {1 got s
common name because it was usually bound boetween oak covers paited oswr
with blue paper. The popularity of the spelling bee in post-resuguti nacy
Ameriea was due in part Lo Lhe impetus of tais beoak. On its use, sor Rewghor,
Historical Development: Smith, American Reacing Instrection: Johnwr.
Old-Time Schools: and 1. Stephen Sherwin, Fuur Problems in Toaching:
English (Seranten, Pa.: International Textbepk Co. for the “atiea
Couneil of Teaebers of Fnglish, 1969).

10, Cited in Johnson, Ofd-Tiae Schools.

11. Cited in Smith, American Reudiny Instr.ction. p. 49.

12, See Ruth M. Elson, Guardiod 0 Tradition: Amorican Schondl joi
uf the Ninotventh Century (Lincoln: Laiversity uf Nebraska Pres., 1464
The use of Lhe various series has been discussed by several authors: Herder.
Historical Decelopimrent, pp. 33 £, Smith, Americaa Beading s treerion
pp. 51 tF Joseph Mersand, "The Teaching of Literature in Americar #lig'
Sehools: 1865-1900." in Perspoetives on English, vd. Rebert C. Posley New
York: Appleton-Century-Crofts, Inc.. 19680}, pp. 473-75: and Peter D Witr.
Tihe Boegiunings of the Tea:hing of the Vernacwlur Literature ik
Secaudury Schools of Musscchusetts (Disseraton, Harvard Uttivy-rsity
1968: University Microfilms No. 69-11.507), pp. .39 .

13, This debate was in {arge part funded by the publishers, wim hysf
obvious vested interests in the results. Speeches and articles pro and s
were eommmissioned and reprinted as sales pamphlets. The most viriolic
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tebate seems to have been between supporters of MeGutfey's and of Mareius
Willsun's Seltool apd Pamify series. On The Farnter's Schooi-Book, see
Jobnson, Old-Time Schools, p. 304,

I1. These are from the 1879 edition of the Fifth Reader and represent
iutite sophisticated stadies, ' Articulation,” for example, included attention
to the different " Voeals, Subvocals, and Aspirates™ which are the "' Elemen-
tary Soands™ of English, as well as substitutions which are permissible
from one soand to another, and **Faults to be remedied.”" This text is readily
available in Commager's reprint edition. The emphasis on oral reading is
typical; sitent reading did not beeome important until the 1920s, MeGuffey s
Fifth Eclevtic Reader, with a foreword by Henry Steele Commager (New
York: New American Library, 1962).

15. On the early studies of English, see William Riley Parker, " Where
1to English Departments {ome From?" College Engiizh 28:5 (February
1967): 339-51, Parker’s unpublished research has been extensively repartoed
in Walter Scott Achtert, A History of English Studies to 1883 Based on
the Hesearch of Willivm Rilev Parker, (Dissertation, New York University,
1972 University Microfilms No. 72.31,067).

15, These doetrines and their effects on sehool programs are discussed
at length in Luil, /nherited Tendencies. After 1835, when a translation of
Pestalozzian methods became available in English, the faculties to be
trained expanded to include aspeets of "sensation’ as well as memory and
reason.

17. The quote is from E. A, Freeman, Regius Professor of 1istory at
Oxfont, talking in 1887, To lim the proper stock to which literature should
be grafted was anguage study, The lack of substanee in literary studies
was tlso a frequent theme in America, Carpenter, Baker, and Seott in their
early textbook argued that the slow start for Eaglish at the seeondary
lovel lny “"not 50 mueh in the lack of desire for instruction as in the general
feeling that there was no general body of instruction to give.” George R.
Carpenter, Frauklin 'I'. Baker, and Fred N, Scott, Ple Teuching of Euglish
n the Elementary upd the Secondary School {New York: Longinans, Cireen,
and Co., 19030, . 45, Freeman is eited in The Hise of English Studies,
12, J. Palmer (London; Oxford University Press for the University of Hull,
tHG65), p. 96,

18, “I'he seope of grnmar is sugpested by the various topies trented in
a grammar dating fromn about 166 B.C. It included attention to aecurale
rexding, explunations of figures of speech, exposition of subjuet matter,
explanations of rare words, studies of etymology, statements of regular
grammatical forms. and critieism of poetry. Paul Monroe, e¢d., A Cyelo
pudia of Education {New York: Macmillan Co., 19i1): from the article on
“Philslogy.” o

19. The grammatical categories of traditional “'school grammars” also
derive direetly from classical models. See Sherwin, Four Problems: lan
Michael, English Grammatical Categories and the Trudition to 18049 (Cam-
bridge: The University Press, 1970} and Louis G. Kelly, 25 Centuries of
Lenguage Teaching (Rowley, Mass.: Newbury House, 1969).

20, Quoted in Sterling Andrus Leonard, The Doctrine of Correctness in
English Usage 1700-1300, Universily of Wisconsin Studies 1n Language
and Literature no. 25 11929, p. 107. Leonard’s hook is the best single
source on the preseriptive tradition.

21. This was titled The Young Ludy’s Aceldence, reflecting a division
of praminatieal studies into accidence {morphology) and syniax. That it
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was for “voung ladies” reflects the fact that English studies found an
purlier home in schools for gids than they did elsewhere, a point to which
woe will return,

22 This tigure meludes edivions derived direetly from Murray. Dumas
Valone, od.. ctionery of Anterican Biography (New York: Charles

cserhners Sons, 1957 CE Johnsen, Qld-Tinee Sehoods,

O

o Fadna Hays, Callege Entranee Requirements in Foghish: Their
Fffects on the High Schools (New York: Teachers College. Calumbia
Universily, 1936), p. 15

21, Smith's qualifications for the serivs were the same as for his work
in political seienee; a solid grounding in philasophy and in the classies at
Cambridge. and wide reading on his own. Smith's lectures, which Meikle
suggests may have been given under the auspives of the Philosophieal
Saciety, were popular enough to be renewed in subsequent years. They
were never published, but have recently been rediscovered in the form of a
student s locture notes. The history of the Seottish rhetoricians has been
recounted by Heney WL Meikle, “The Chair ot Rhetorie and Belles
Letures Fniversity of Edinburglh Jowrnal 13 (Autumn 1945)0 89-103, and
trom o slishtly ditferont perspective in the introduetion to Smith’s lecture
notes Gielam Smith, Lecetures on Rietorie and Belles Lettres, edited with
an intreduction and nates by John M, Lothian (Camden, N.oJ: Thomas
Nelson & Sons, 163, See also Palwer, Rise of English Studies, 171-78:
\lichaol, Enghish Grammatical Categories. 1970 and Parker, *Where Do
English Departments Come Frone?™

25, Keoti and Carpenter were active in this movement, as was Buarrett
Wendell at Harvard, See F. N, Seott and J. V. Denny, Peregraph Writing
(1841, and Barrett Woendell, Buglish Compasition (18981), The “flowers”
wits oF . Moennyve's designation in his Knglish Gramar (1785). Cf. Leonard,
Poctrine of Correcthess, p L1

26, 1lugh Blair. Lectures in Rhetorie and Belles Lettres, 3 vols. {Dub.
lin. 17831, Quotes are from vol. 1, p. 8.

27, Blair's baok was eventually transluted into German {1785-89),
rench (1796), Spanish (179%), Italian (1801), and Russian [1837): it was
e most saceessful of many similar texts helping to spread the rhetori-
Wims” upprooch. See Witt, Beginnings of Teeching Vernoendur, p. 36 snd
Sleikle, Chair of Rhetarie,” p. 91,

98, The course often took its Litle from the partieular text used. Later
i1 the contury. the rhetorical forms of intensive analysis were joined hy
thors deriving from philological studies. These will be dealt with in the
roxt chapter.

29, [Foru near-contemporary secount, see Anna . Brackett, *Teaching
of Lnglish Literature.” Tie Academy 3 {February 1888): 1418, See also
S, Beginnings of Teaching Vernoenlar, pp. 27, 228,

30, Adums’ Lectares an Rhetoricand Oratory 118100 were widely praised.
Chitnning was atso very popular: he numbered Dana, Emerson, Holmes,
nd Thorean amoeng his students, Parker. **Where Do English Departments
ame From?” See also Wilt. Beginnings of Teaching Vernaeniar, pp. 35, 48,

3. Grandlgent has commented on this in discussing the modern lan-
mages at Harvard: “As to Lnglish, its advance has been mare in the
auture of peaceful penctration, 1ts delay in getting started seems to have
been due, not to opposition, bul to 2 general failure Lo see in it anything
more than @ minor element in preparation for the ministry, Charles H.

ERIC

Aruitoxt provided by Eic:



E

15 Tuanrrwos axn Heronrd

Grandgent, “The Madern Languages.” in The Development of Harvard
Uafversiey Sinee the fnawguration of Prosident Eliot 1869-1929, ed. Samucl
Ehiot Morison (Cambridgge, Mass.: Harvard University Press, 1930). .

At the secondary level the situation was ne hetter. As late ag 1876,
Uarpenter. Baker. and Svott ¢laim there “was scareely to be found in the
U nited States, any detinite, well-organized system of seeondary instruetion
in the mother-tongoe.” Hays echoes their findings, elaiming that English
was “non-existent” buofore 1870, Carpenter, Baker, and Seatt, Teaching of
Fuaglish. b, 46: and Hays, Colloge Entrance Hoquirements, p. 10,

Av. Lull, fnherited Tendencies. documents both the original goals and
the degenerste practice. .

31 Shaw was a Cambridge praduate teaching in Russia: he prepared
the boak for his students there, On Shaw's life. see Sir Lestie Stephen and
Sie Sidney Lees, eds.. The Dictionary of Nutional Bingraphy (London:
Oslord University Press, 1921.22),

. NSee Witt, Begirnings of Teaching Vernacular, pp. 173-75; John k.
Stout, The Developmout of High School Curricula in the North Contral
States from 18G0 to 1978, Supplementary Edueational Manographs, vol. 3,
no. 3 {Chicago: T'he University of Chiengo Press, June 19213, pp. 34, Wit
{found two other histories in frequent use in Massachuselts before 1870:
William Spaulding’s The Flistory of English Literature (1853), and William
Francis Collier's A History of English Literature (1862),

33. Charles DD. Cleveland, A Compendium of English Literature, Clron-
ofogically Arrenged. from Sir John Manderville to William Cowper {Phila-
delphia: 17, C & 1. Biddle, 1851, First Edition, 1849).

36, Witt found in surveying thicty-four Massachusetts secondary schools
that fonrteen begun to teach literature between 1850 and 1867, another
twelve before the end of the 1870s. and eight in the 1880s, “Literature™
usually meant one of the histories.

37, Literature remained an optional suhjeet. however; rhetorie and
grammar were required. Cf. either of the reports of an 1888 survey earried
out by the Massachusetts Teachers Association: Englisk in Secoudary
Sehools. Report of a Committee of the Massachusetts Teachers Assaciation
(Mecember 1, 1888); "English in Secondary Schools,” The Academy
tdanuary B89 503-609. Like Witt, the Committee found that a lurgoe
proportion of those tenching literature were using manuyals of “'facts about
authors.™

S s result of the same speech, he was banned from Harvard, his
alma matter, ‘or thirty yvears (Monroe, Cvelupedial. On bis appearanees at
Willinms, see Frederick Rudolph, The American College und University: A
History {(New York: Vintage Books, 1962). p. 142, Rudaiph provides an
extensive discussion of both the curriculum and the extracurrieylum of the
volleges during this period,

sthoCL Rudolph, cAmericea College and Cuicersity, p. 143: and Rend
Wellek. “Literary Seholarship,™ in American Scholarship in the Twentioth
Century. Merle Curti, e, tCumbridge, Mass,: Harvard Iniversity Pross,
BINBTY

0. Witt, Beginmings of Teaching Vernaculor, np. i,

H Thus Beers explained that Yale students were expected to have
read a0 pood deal of Foghish literature, oven as he was arguing thot this
Enowledge should not he tested sinee it would nat e needed “in the
further pursuit of the preseribud eollege studies.” Henry AL Boers, “Fn-
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tranee. Heguirements in Bwlish ot Yale,” Edoentional Review 3 {Aay
Ima2y: 12748,

420 Franklin’s proposals have been quoted by many Inter writers. He
vontinued to be an advoente af the modern subjeets, in 1789 attacking the
“unaccountable prejudice in fuvor of ancient eustoms and beliefs™ which
had led to the continuance of the elassical languages "after the eircum-
stances Which formerly made them useful cease to exist.” Carpenter.
Baker, ikl Seott, Feaclhing of Fughish, pp, 38219,

13, "English course’ in this context does not refer to the teaching of
Fnglish. but to a course of study thot usualle emerged as o nonacademice
alternative to the classical course. In spite of its vitle, the English eourse
did not wecessarily include any more attention to “nglish studies than did
the parallel classical eurriculum. See Stout, High Sclhool Curricalo, p. 4
and Carpenter. Baker, und Seott, Teaching of Kuslish, pp. 45-46.

44 The strength of such interests is clear. though there is no single
discussion equivalent to Rudolph's histary of the exteacurriculum ut the
vollege level. Sizer, for example, in his discussion of the academies notes
that many had flourishing literary and debating sovieties akin to those in
the colleges. Carpenter, Baker, and Seott, Teaching of English, make o
similar point (p. 45), Witt, Beginnings of Teacking Vernacular, provides
satnewhat more detuil (pp. 21 1), in The Age of the Academies. ed.
Theodore Sizer (New York: Teuchers Callege, Ucdumbia University. 1964).

By The beliel that » literary education was particularly approprinte tor
women wis Widespread and persistent. Paliner, Rise of English Stndies, p.
S8 notes it, and Samuel Thurber was still arguing the point in 1894,
Samuel Thurbers, “Euoglish Literature in Givls” Fducation,”™ Schoof Revjerw
2 Gune Is): 321-36. See also Carpenter, Baker, and Scott, Teaching of
Euglish, p. 45, and Wiw, Beginnings of Teacking Vernacular, p. 37

H6. Report of the Comeusstoner of Education for the Year 1889-90, vol,
2 (Washington, D.C.: U.S.. Government Printing Office, 1893). This was
the first attempt to survey the various components of the eurriculum. The
tables mentioned here e printed on pp. 139092, 1821.25, [637-58, 164112,
and 1666.69. English literature was evidently surveyed in the secondary
schools bt not eonsidered important encugh to report. On the Oxford
pass degree, see Puliner, Risc of Kuglish Studies, p. 70

47, Foran illustration of the variety af offerings in 1863, see Appendix 11,
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{The Poetf is the rock of defencc for human nalure; an upholder and
presercer, carrying vverVindiere with fim relationship and love. In spite of
dfference of soil ard climate, of language and maniers, of lawws and rusfons,;
iit spite of things s'fently gone out of mind. and things violently deslroyed,;
the Port binds together by passion and knowledge the vast empire of human

. saciely, as it is spread over the whole varth, and over alf time.

—William Wordsworth, Preface to
Lyrical Ballads, 18001

The future of poelry is inimense, because in poetry, where it is worthy of ils
high destinies, our race, as time goes 2 n, will [ind an ever surer and surer stay.
There Bs not a creed which B not shaken. nol an accredited dogma which is
wof shown to be questionable, not a received lradition which does nol
‘hreaten to dissofve. Our religion lias malerialised itself in the facl, the
«upposed fact; il has atlached its emution to the fact, and now the facl is
ailing it. But for poelry lhe idea is everything, the rest is & world of Hiusion,
of divine illusion. Poelry atlaches ils emotiou to lhe idea; the idea is the facl.
The stronger part of our religion to-day is its unconscious poelry.

—Matthew Arnold, 18802

One would hesitate to ask to dinner @ man who confessed complele ignorance
uf The Canterbury Tales.

—Arlo Bates, Talks on the Study of
Literature, 18973

Not only is it impossible for a pupil, without the study of Latin, to oblain the
discipline and culture pertaining to an English education, but it is vain fora
teacher, without a fair acquaintance with Latin or Greek. and a! icast one
modern foreign language, lo attempt instruction in English.
—C. M. Gayley and C. B. Bradley,
Suggestions to Teachers of English in
the Secondary Schools, 18944



Chapter 11

The Birth of a Subject

Before it could emerge as a major school study,
English, and in particular English literature, had to develop a
methodology rigorous enough to win academic respect. It also had to
overcome the supposition that imaginative literature posed a real
threat to the meoral well-heing of its readers. - The Romantic era
brought a solution to both problems: that of methodology through
the new techniques of the German philologists; that of moral
well-being through a redefinition of culture and of the artist’s role,
Together these two movements made it passible for English to
become a major subject, hut they did not insure the success of the
venture. This success depended upon institutional changes in the
American system of education, changes begun through the influence
of the college entrance requirements, and consolidated by the report
of the Committee of Ten. These institutional changes succeeded in
" welding the various studies of English together as a single subject
and provided it with its first, albeit rather tenuous, coherence. By
1900 the questions would have shifted from whether to teach
grammar, rhetoric, literary history, spelling, and composition, to
hoiw to teach English.®

The Cultural Value of Literature

The ethical tradition which implied that literature in school
reading maicrial could be used for moral education proved a double-
edged sword for the early teacher of English: if literature had the

21
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power to do good, it must also have the power to do evil, Well into
the nmeteenth century, imaginative literature was as likely to be
attacked as a source of corruption as to be defended as a way toward
salvation,

tHistory. biography, and travel'books had always had a certain
moral eachet, but fiction and drama, with their appeal to imagina-
tion rather than truth, were definitely susp=ct. Horace Mann was
typical of many influential educators when he argued that novels
should not be taught hecause their appeal was to emotion rather than
to reason.” When Yale's William Lyons Phelps, as a young in-
structor. instituted America’s first course on the contemporary novel
in 1895, he was forced to drop it after camments in the popular press.
Opposition Lo drama was also strong: in 1828 a Boston teacher was
dismissed for reading to his class from one of Shakespeare’s plays,
and even at the college level Oberlin refused to allow Shakespeare to
be taught in mixed classes until the 1860s.” Such incidents hecame
parer in the second half of the century, but the conviclions which led
to them were strongly held: as late as 1893, after Hamlet had been on
the college entrance lists for over a decade, the New England Journal
of Education still took time to give editorial support to a c¢lass who
had refused to read the play:

Al henot to the modest and sensible youths and maidens of the Oakland
Higrh School who revolted against studying anunexpurgated edition of
Hamiet! The indelicacies of Shakespeare In the complete edition are
brutal. ‘They are more than indelicacies, they are indecencies. They are
no part of Shakespeare's thougght  have no connect jon with the play, and
e be elisninated with as little jar as the oaths of a modern slugger.”

The editor was presumably following the lead of the rhetorieians in
attributing these “indelicacies™ to “the grossness of the age™ in
which Shakespeare had written,

The Romantic Tradition

* ‘The poets and critics of the Romantie period provided a new
justification for literature as a reservoir of cultural values and a
source of moral strength, Writing against the background of the
upheavals caused by the seientific and industrial revolutions, they
turned to the artist to provide, through the superior development of
his faculty of Imagination, the needed corrective to the intolerable
socioeconomic  conditions produced hy strict adherence to the
wrational' laws of the marketplace.’ The artist would have a dif-
forent kind of knowledge—to the Romanties usually a “higher”
Lind —which was no less essential than the rationalism to which it
was opposed. The cumulative products of this artistic imagination
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came to be identified with a nation’s culture. in the process trans-
lorming “eulture™ from a process iuto a state. a body of knowledge
and tradition to be consciously valued and conseiously studied.
{Historical studies such as those discussed in Chapter I received part
of their impetus from this aspect of the movement.)

The eonception of culture as a produet of the arts originates with
Coleridge and runs throughout the writings of the Romantics.
Wordsworth reljes on it in his preface to Lyrical Balluds (1800): so
does Shelley in his Defence of Puetry {1821). Through these and
similar writings, the status of the arts and of the artist was clevated
until, in the end, a view emerged which argued that all art is in
essence moral. “Poetry strengthens the faculty which is the organ of
the moral nature of man,” Shelley wrote, in the same manner as
exereise strengthens a limbh, 't '

Culture and Education

The educational implications of the Romantic view of culture were
formulated most fully by Matthew Arnold. In Culture and Anarchy
(1867), he provided a widely read interpretation of culture as the
eumulative vision of mankind, winnowed by time and sanctioned by
genius. Such a eulture. Arnold argued, could be the source of a new
prineiple of 2uthority to replace the eroding bonds of class and of
religion: it was the only hope of preventing the anarchy which would
otherwise surely follow. Though better remembered in America as a
peet and critic. Arnold was also an inspector of schools: it was from
this vantage point that he recognized that public education, if it were
given culture as a primary goal, could emerge as the new unifying
and eivilizing agent. Classically trained himself, Arnold argued on
behalf of culture broadly defined. and in no way asserted the
superiority of the vernacular literature: indeed he explicitly argued
the proven value of the Greeks over all who came later.'t In the
Ameriean high sehool, however, the classical larguages would soon
deeline: the main benefits of his arguments acerued to the emerging
studies of English literature.

Americans who emhraced Arnold's interpretation of cultural
education did so in the hope of stemming the erosion of traditional
systems of values. In a very real sense, educational opportunities
were extended because schooling with its attendant “culture™ was
seen as a new agent of social control, For the definitions of the
eulture Lo be transmitted through its schools, America looked to
New England, in particular to Boston. It was a reassuring culture
that could be found there during the late nineteenth century, a
mid-Vietorian culture which avoided such problems as civil war and
industrialization by turning to a pastoral, detached {iterature.'* As
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Francis Underwooed. himself the cditor of a series of literature
anthologies, put it in 187

1n this country all things are se new, and palitical events Lave such an
imtense sipificance, that we de not look at affairs as posterity will look
at them. But who can doubt (hai, when the true perspective has been
adjusted. aurs will be known as the age of Ewerson, Irving, and
Hawthorne, of Bryant, Longfeilow, and Whittier, of Lowell and
Hobhnes?:

tlis hope and faith was that literature could gradually surpass and
suppress from memory such political events' as civil war, His
catalag of authars is a catalog of the New England literary clite as
woll a5 of the Awmerican contribution to the emerging high school
literary canon.

Hurace Scudder

The most widely quoted American spokesman for an Arnoldian
view of enltural education was Horace L. Scudder, a member of the
Cambridge (Massachusetts) school committee, chief editor for
tioughton Mifflin, and, later, editor of the Atlantic Monthly." He
tied his arguments for the teaching of literature to America’s
common-school traditions, where the place of literature “is in
spiritualizing life, letting light into the mind, inspiring and feeding
the higher forces of human nature.” Like Arnold, whom he some-
times quoted directly, Scudder cast his concern in the context of
contemporary social upheaval, of “*hands which are nervously pull-
ing at the stones of our political edifice, . . . hands that are knotted
with hopeless toil.” From this vantage point, he offered a com-
prehensive criticist of the teaching of literature at all levels of the
common school. His argument hinged on the effectiveness of the
“elassies” in engendering “spiritual grace,” on the winnowing
offects of time as the arbiter of literary merit. and on the value for
Americans of thetr own unique literary heritage. Scudder wus
retnarkably balanced in his views: he wanted such works as Little
Red Riding Hood in the nursery school, complained that school
readers had misused literature to the point that in them " Pcgasus is
harnessed Lo a tip-cart,” and recognized that the values which he
hoped to foster were ultimately larger than the Americanisn: he also
espoused. > His veews, with their essential optimism anid grand
mission for the teacher of English, carried much weight in the
debates of the 1880s and 1890s. The teacher who accepted them—
and in the end most did—could for the first time claim the full
support of the ethical tradition for all of his teaching of literature.
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Philological Studies

The cnltural value of literature provided a new and popular
motivation for the inclusion of studies of literature in the eurriculum,
but it did not provide them with a methodology. This was to come
from the historical and (extual studies of language propounded by
the German philologists and their American successors. What these
scholars offered was a scientific study of language, & methodology
equal in rigor and academic respect to any of the classical studjes.'®

Continuing the pattern of transposition from the classical to the
modern curriculum, philology has its roots in studies of classical
civilizations, transposed by the German Romantics to the study of
German and later of English. The word itself dates at least to the
writings of Plato: it was revived in 1777 by Frederich Wolf at the
University of Gttingen. Defining his task broadly as providing the
biography of a nation, Wolf included as legitimate philological study
attention to the grammar, criticism, geography, political history,
customns, mythology, literature, art, and ideas of a people, but like
carlier philologists, he was interested in the culture of Greece and
Rome. His theoretical statement. however, implied no such limita-
tions, and was eventually extended to other cultures by his fol-
lowers.,

The justification of modern language study through philology
involved a process of slowly shifting focuses of attention, The
Germanie languages were originally studied not for their importance
in GGerman culture. but because scholars hoped to find in that culture
remnants of an earlier Indo-Turopean culture and language. Grad-
ually, as a body of serious studies emerged, German, Anglo-Saxon,
and Celtic began to be studied for their own sake: later still, studies
of the Romance languages began to be approached with the same
methodology. Folklore was an especially important ground for
Justifving modern studies, for it occupied an ambiguous historical
position. it was studied originally for its presumed roots in an
ancient oral culture, yet the tales studied were also very obviously a
part of the contemporary culture in which they were collected. As
philology became more confident in its modern studies, it moved
closer and closer to contemporary literature—first the Anglo-Saxon
poeis, then Chaucer and medieval England, later Spenser and
Shakespeare, and finally, by the end of the nineteenth century, the
whole modern field.

(iiven the considerable disrepute into which philology has now
faded, it is worth remembering the high ideals with which it began.
The compilations and bibliographies, the variorum editjons and
collections of folklore, the lengthy textual notes and arguments over
seemingly minor detail had as their original impetus the Romantic
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ideal of Lhe study of a national spirit. In the hands of a few
men—Jacob Grimm is the most brilliant example—such studies
came close to realizing their fofty goals, but in the hands of most
they quickly degenerated into the mechanical and pedantic textual
criticism that has carned philology its present low esteem. In fact,
pkilology asked more than most men could manage, requiring a
systematic, analytie scholarship on the one hand and a creative,
synthetic mind on the other—for one was asked both to discover and
to recreate the cultura) history of a nation. The more limited
definition-of philology a4 a study of language was more or less forced
upon the serious stadeut, and it is this more limited definition that
has given philology its negative image.?

Philology in the University

_However much it might degenerate, philology offered the fledg-
ling subject of English the justification it needed in the colleges of
the second half of the nineteenth century, giving it the impetus to
become a major component of the emerging university system.
Before philological studies began to dominate, the professor of
Fanglish was a curiously ambiguous entity. As we have seen, in many
institutions he was simply a clergyman whose oratorical skills gave
him ficense w0 lecture on language and rhetoric. In others, English
professors were trained originally in law, in logic, or in modern
histery. A1l were expected to tutor in other subjects, ranging from
political science and economies to biology and mathematics. Neither
English aor the other modern languages produced much in the way
of indigenous American scholarship during the first half of the
nineteenth century, in spite of Emerson's famous '‘American
Seholer” address at Ilarvard in 1837. There were no producing
scholars in the modern languages, no periodicals, and no university
presses. Between 1850 and 1900, however, this changed completely,
with philological scholarship transforming the study of modern
lapguages al the same time that Germanic ideals of research were
transforming graduate education in general.™

Fruncis Jomes Child

The rise of philological studies in the United States is reflected in
the career of IPrancis James Child, who presided over the expansion
of the curriculum at Harvard to include the study of English
literature. After graduating in the Harvard class of 1846, Child
stayed on Lo tutor in math, history, and economics. Three years later
he became mne of a growing number of Americans studying in
Germany, returning to Harvard in 1851 to succeed Channing as
Boylstan Professor of Rhetoric and Oratory, During the ensuing
decades he emerged as one of America’s leading schoiars, his
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definitive edition of Spenser's poetry {1855) and his Ewglish and
Seottish Ballads {1857-88) firmly establishing his reputation. ™ Still
it was as a professor of rhetoric and oratory that he offered his’
lectures on language and literature, including three elective courses:
History of the knglish Language: Anglo-Saxon: and Chaucer,
Shakespeare. Bacon, Milton, and Dryden.* For twenty-five years,
his responsibilities for the rhetoric course prevented him from
broadening the offerings further. Finally in 1876, after a successful
serics of guest leetures brought him an offer of a position at the
newly-established Johns Hopkins University, Harvard released
Child fromn the rheteric course and made him its first professor of
English, In the same yveur Robert Grant, one of Child's students.
virned the first American Ph.D, in English literature. (It is in-
dicative of the general state of graduate education that after leaving
Harvard, Grant took a Columbia law degree and went on to a
Iterative Boston law practice. Though he later wrote novels, plays,
verse, essays, and travel books, his graduate work was clearly not
voeational )

The Spread of Philology

dohns Hopkins' contribution to Enghish studies was not limited to
forcing Harvard's hand. The ideals of specialization. of productive
scholarship. and of seientific study of the modern languages were
pursued there along philological lines, even without Child's in-
fluence.” Graduate work in English consisted of rigorous textual
and linguistie study: mastery of the carly linguages—Old French,
Md High Gorman, Anglo-Saxon, and Middle English--was an
essential part of the training. In its insistence on rigorous graduate
preparation lor studies of the modern languages, Johns Hopking
established the first model for the training of teachers of Foglish:
up Lo that point, there had been wo standards of preparation at all.
With the sanction of philology, the teaching of literature spread
quickly through the American college and university system.
Franeis Andrew March became professor of the English language
and compurative philology at Lafayette College in 1857, only six
vears after Child took up the Boyiston Professorship at Harvard.
By 1875 Moses Coit Tvler was teaching a course in American
- literature at the University of Michigan.** And by 1879, just three
years aftor Child was released from the ilarvard rhetoric course,
clective offerings there had inereased from three to seven, and other
faculty members were offering literature courses of their own.*
Though in 1883 when the Modern Language Association was organ-
ized, representatives of twenty leading colleges could talls only
thirty-nine teachers of English among their several institutjons, by
1906, major universities in all sections of the country were offering
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grachiate degrees in English literature -~ Berkeley and Stanford in the
West: Mivhigan, Chicago, Wisconsin, and Vanderbilt in the Mid-
west: Harvard, Yale, Johns Hopkins, and many others in the East.
At the undergraduate level, literature had become an almost uni-
versal offering and had assumed its still-continuing place as the
largest comnponent of English instructiun,*

In examining the role of philology in the English studies of the
late nineteenth century, it is important to remember the complex
traditions upon which it was superimposed. Much that was not
philological went on in the carly departments of English, stemming
from the earlier traditions of rhetorical analysis, from the long
tradition nf popular, nonacademic criticism, and from oratory (itself
a child of rhetovic), which placed more emphasis on sensitive reading
and “interpretation.” The interactions among such studies are
complex and have not bheen documented well enough to pursue very
tar. It is quite clear, however, that the prestige of philology served to
justifv English studies without necessarily limiting them, especially
at the undergraduate levels, A number of influential teachers-—chief
among them William Lyons Phelps at Yale, Bliss Perry at Williams,
and iliram Corson at Cornell— quite openly resisted philology. They
offered instead the goal of “appreciation,” but they lacked an
adequate methodology to offer in place of the new-found rigor of
philology. Their writings and teachings provided instead the aca-
demic roots for a dissenting tradition which would contribute in
the vears after 1400 to the rejection by the high schools of the
colleginte model.**

High School Programs

When systematic, regular instruction in literature emerged in the
high schoels, it came under the same guises that brought it into the
colleges, William James Rolfe, a prolific writer whose philological
scholarship carned himn considerable praise, is credited with intro-
ducing the first regular high school instruction in literature.? Rolfe
began teaching in Day’s Academy in Wrentham. Massachusetts, in
1%18, during the next ten years moving on to the Dorchester and
later the Lawrence high schools. His teaching of English during this
period came to Child's attention and led to an honorary A.M. from
iarvard in 1859 (before his philological studies or school texts had
been written). After a brief interlude in Salem, Rolfe became
principal of Cambridge High School, where he remmained until he left
teaching for a life as an author and editor, in 1868. By 1907, three
vears before his death, he had written or edited some 144 volumes,
ranging from Latin and science texts to two forty-volume school
editions of Shakespeare {1871-84, 1903-06). The breadth and diver-
sitv of his interests parallels that of the early college teachers of
English.
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When Rolte arrived at Cambridge Higk School in 1862, liteemtire
was already o well-established if somewhat peripheral part ¢f the
currivitlum: it had first been taught there in 1845, under the guidance
of his predecessor as principal, Elbridge Smith. Rolfe regularzed the
study and legitimized it with his philological scholarship. ke also
placed it firmlv within the classical tradition of instructicn. Formal
discipline was the basis of the pedagogy adopted, with cansiderable
stress on rote learning of rules and menwrization of isoluted facty

Cleveland's Compeadinm was a pepular text at the schosl, An
examination in Milton iven in 1866 during Rolte’'s temire at
Cambridge High is indicative of the general tenor of his eorirves:

- Give a sketeh of Milton’s life to 1625,
Gonve o bret outhine of “ToANegro”
- Give examptes of obsolete or absolescent words trom the poeras
st died.
1. Give examples of words used by Milton in a different sen-e
than thev are today. ustrate.
S write u passage fram 1) Pensorose,”
6. Indicate which words in the passage are from the Anglo-Saxc..,
which from the Latin, How do you toll?
7. Explain all allusions in the passage.
» What do the following illustrare?
o [ Here tollowed i set of examples of rhetorical figures, |
$o Write o passage rem hyeidas,
o Explun the peculiorities in the passage from “Lyeidas, "

il —

History and philology explain all ten,

When instruction based on this classical madel was joined with
the Romantie conception of culture during the last quarter of the
nineteenth century, the teaching of literature for the first tine met
all requircments that could be put upon a subject for study:
usefulness, discipline, morat value, interest, even patriotism. lany
variations would be played upon these themes. and many v riters
wotld still argue pro and con; but this new-found intellectual rigor
and cuhural strength of Fnglish literature prepared the way for its
evential acceptance as a legitimate, even a major. course f study in
the schaols,

Institutionalization

The College Entrance Reguirements

School programs have an inertia which can ercate a surpri-ingly
large gap hetween educational thought. as expressed at confennces
and in the professional literature, and educational practice as it
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actually transpires in the schools. Such a gap was undoubtedly
present in kinglish instruction in American high schools during the
late nineteenth century, Because one funetion of the high school was
preparatory, and hecause then as now the success of its preparatory
courses was niore important to a school’s prestige than its finishing
vourses, radieal change was foreed upon the schools in a remarkably
short time. In 1800 formal instruction in literature was unknown; by
1865 it had made its way into the curriculum as a handmaiden to
other studies: by 1900 literature was almost universally offered as an
important study in its own right. College entrance requirements were
the moving foree.

College admission presented rather a different problem for pre-
paratory schools during the nineteenth century than it does for
schools today. Instead of facing secondary school graduation re-
yuirements, candidates for admission were assessed on the basis of
entrance examinations set by each college. The topics for these
examinations were announced in advance and had a way of dictating
the preparatory school curriculum for the year. As the requirements
changed, the curriculum changed with them,"

Typically enough, literature gained its foothold in the require-
ments through the nonliterary uses to which readings could be put.
We have already noted the early and quite widespread requiréments
in English grammar: Harvard added a requirement in “‘reading
English aloud" in its catalog for 1865. This was expanded and
clarified in 1869-70, but the real milestone was the Harvard require-
ment for 1873-74: literature was to be studied, not for itself or even
for philology. but as a subject for composition.

English Composftion. Each condidate will be required to write a short
English composition, correct in spelling, punctuation, grammar, and
expression. the subject to be taken from such works of standard
authors as shall be announced from Lime to time, The subject for 1874
will be tuken from one of Lhe following works: Shakespeare's Tempest,
Juttus Caesar. and Merchant of Venices Goldsmith's Vicar of Wale-
ficld: Scott’s Tvanhoe, and Lay of the Last Minstrol ¥

This requirement institutionalized the study of standard authors and
set in motion a process which eventually forced Engllsh to con-
solidate its position within the schools.

Uniform Requirements

The Ilarvard model was quickly followed by other colleges and
universities; it offered an easy way to recognize literary studies
without raising difficult questions about standards and methods: the
subject tested would be composition, not literature. There was,
however, no agreed canon of texts on which to hase the examina-
tions, and the lists changed yearly. Each college set its own
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examinations, quickly confronting the high schools with a flood of
titles in which they were to prepare their students.

That the sehools soon raised an outery is hardly surprising, nor is
the movement for uniformity which followed. By 1879 the first
attempt to set requirements at a regional level began with the
organization of the Conference of New England Colleges at Trinity
College: this was followed by a succession of similar organizations in
both the northern and southern states.™ Finally, in 1893, after an
appeal from Wilson Farrand, principal of Newark (New Jersey) -
Academy . the newly formed Association of Colleges and Preparatory
Schools of the Middle States and Maryland proposed a joint con-
terenve with other associations concerned about the entrance require-
ments in Knglish. ' As a direct result, the National Conference on
Uniforin Fntrance Requirements in English met for the first time in
May 18, with representatives from the Association of Colleges and
Preparatory Schools of the Middle States and Maryland, the New
FEngland Commission of Colleges nn Entrance Examinations, and
the New England Association of Colleges and Preparatory Schools.
inlater years they were joined by other powerful groups, including
the North Central Association and the College Entrance Examin-
ation Board." The dictums of this National Conference succeeded
thuse of Harvard in shaping the teaching of literature.*

The group began by approving a list already promulgated by the
New England Commission of Colleges on Entrance Examinations, in
order to avoid disrupting work already underway in the secondary
schools. They split the list into two parts, however, one for “wide"’
und the other for “deep’” study. This was a practice that had already
developed informally in high schools faced with a proliferation of
titles and with requirements for close. analytic study which often
seemed antithetical to more humanistic goals.*® The use of two lists
offered a compromise between the two conflicting points of view, the
shorter list belonging firmly to the advocates of disciplined study.
the longer list to the proponents of appreciation,

The final separation of the requirements in literature from those in
vomposition was due to the influence of Yale University. Until 1894
the Yale faculty resisted the new requirements altogether, arguing
that entranee examinations were designed to assess a candidate's
readiness for the studies of the first vear—and the first year at Yale
included no English.'” Until the 1891-92 academic year, there were
no. required English studies at all; at that point a prescribed
half-course was added as part of the second year. During the 1892-93
academic year this was expanded again when William Lyong Phelps,
newly appointed as an instructor, offered a survey of English
literature to freshmen—the first time the first year students had had
even an elective offering available.

The emergence of literature was part of the larger struggle over
cleetive courses; when Yale finally did take a stand, the proponents
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of modern studies had- won a clear victory. Rather than a subject for
vomposition, literature would be studied in its own right; examina-
tion texts were Lo be selected “as well for their probable attractive-
ness to the preparatory stadent as for their instrinsic importance.”™
‘Fhe list for 1894 was chosen from “writers of the present eentury”
and included *“T'he Rime of the Ancient Mariner,” feanhoe, 'The
Lady of the Lake,”" The Alhambra, “Fssay on Clive,” the fourth
Canto of Childe Barold, " Essay on Byron."” The Howse of the Seven
Gables, English Humorists of the Eighteenth Century, and The
Prieess. (Though some of these are now patt of the high school
canon, it is interesting (o note that they entered the curriculum as
contemporary literature.) Yale soon found that its decision to set its
own lists was raising another outery: during the following year it
acrepted the uniform lists in -spite of their emphasis on traditional
texts, Other schools quickly picked up the new, more tiberal justifi-
cation that Yale had provided for literary study, however, dropping
the old emphasis on composition. ™

The Committee of Ten

The difficultics caused by a proliferation of entranee requirements
were nat limited to English, prompting the National Couneil of
Education of the National Education Association to call in 1892 for
the appointment of a Committee of Ten to arrange a series of
subject-area conferences to consider the whole problem of secondary
school studies. Charles W. Eliot, president of Harvard and long an
advocate of the modern studies, was named as chairman.*

The committee was unique in its composition and effects. Fuliy
half of its members were not even members of the NEA, though all
were active in the field of education. They ranged from Eliot,
president of Harvard, to William 'torrey Harris, U.S. Commissioner
of Education, and James B. Angell, president of the University of
Michigan. If this group were to suggest change, it would have a good
chance of implementation. The competence and experience of the
committee covered the full range of American education at the time:
halfl of its members had experience in the lower school, half were from
the colleges: most were from the eastern states. but they also
numbered James H. Baker of the University of Colorado and
Richard 1. Jesse of the University of Missouri among their mems-
bers. 1f the representation of the professional educators, the teachers
of teaching, was slight, it was simply because in 1892 these were not
yet of much importance,

The committee worked through a series of commissions, each with
ten members, meeting separately and submitting their reports to the
main committee. The final report was a collection of these documents
with a lengthy preliminary, drafted mostly by Eliot, which at-
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teripted to ereate a consensus ont of the often conflicting recom-
mendations of the individual conferences.

The first important decision came in November 1892, when it was
decided to call conferences in just nine fields, one of which was
English,”” Ten members were appointed in cach of the nine fields,
together with alternates. Each conference was to meet separately
and elect its own chairman and seeretary. The Conference on English
met at Vassar College, seleeting Samuel Thurber, master at Girls'
tligh School, Boston, as chairman and George Lyman Kittredge,
Child’s successor at Harvard, as secretary.*' Its report represeated a
summary and a reconciliation of the contemporary points of view
about the teaching of English. It began with a statement of the
purpose of such studijes:

The main objects of the texching of English in schools seem to be two:
t1r to enable the pupil to understand the expressed thoughts ol others
und to give expression to thoughts of his own: and () to cultivate a
taste for reading, to give the pupil some acquaintance with good
titerature, and to furnish him with the means of extending that
acguaintanee,t

This simple two-part statement presented the necessary unification
of the many disparate studies which go beneath the rubric English.
Communication and appreciation we.e the focal points, and if
tinglish in later years was to lose some of its vigor because of the
diversity of activitics which it would be forced to assimilate, in the
18905 that same breadth allowed the various minor studies to be
brought together into one far more vigorous whole,

"This unification of the many parts of Knglish was one of the most
impot .ant efiects of the Report of the Committee of Ten. The other
major effect was to accord the new subject a status at least as
important as that of the classical subjects. The Conference on
Finglish recommended that a total of five periods a week for four
vears be devoted to the various aspects of Iinglish studies, and the
committee as a whole went so far as o accept four a week for the four
years in its gencrai . ommendations, In the suggested programs of
study, however, Finglish is contracted a bit further. Qut of the four
veurs of study described for four alternate programs. English
receives a full five periods a week in only the third year of the
“Finglish” course, and is cut to three and even two at various points
in all other programs. Nevertheless, English is the only suhject
re